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o’ ) Introduction

Regearch forrBetter Schools, Inc. (RBS), a re tonal‘educattonal.
laboratory locgted in Philadelp&if} is working Qith.state! intermediate,
.and lecal. educational agencies in a‘number of school improéement efforts.,
One of these effortg is developing an approach that focuses_on the
utilization o% research to improve basic Skills'instruétion. The purpose
qf this paper is to illustrate how research on implementati;n and dissemi-
nation is used in the deéig; and development of the approach. Thefpflef
éyerview of Ehe instructional improvement app;oach below is followed by a
" description of the organization 6f the remainder of the paper.

The goal of RBS is to help Delaware, New Jersey, and Pennsylvania
?m;rove educational programs in their elementary and secondary schools.
RBS's basic appréach iﬁ achieving this goal includes collaboration &ith
agencies at all levels of the educational systeﬁs in.thé three staFes to

develop their capabilities to planiaimplement, and support local school

improvement. Pursuant to this goal, the instruct&ona} improvement approach

under discussion aimg to assist the educational systems to enhance

their ca;abilities to plan and implehept efféétive improvements-in their
basic skills instruct{onal.programs. ‘A careful study of statewide improve-
ment plans and operations 'led to the ob§ervation"f at_dfthough state

. .

accountability systems indicate which studénts need to improve their
achievement in spécific content areas, the systems do not'indicate the

kinds of curricular or -instructional modifications that need to be made,

or even that may be expected, to improve the students' achievement. Since

a . |
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: evaluatfon of the effectiveness of the modification is intrinsic to the process.

P S

research on teaching that permits stch diagnosis of instruction is now

© -

.emerging, RBS elécted to purgue the devqlqpmeﬁt of an approach that would

assist educators' ability .to identify and make needed improvements in

classroom conditions and brocesses that will lead f; gains in studgnt e
achieveme;;zin basic skills.,

The ﬁé}n elepent; of the approach are: (1) a fou?nphgse ingtructional
improvement cycle, (2) a strategy for collaborative‘develppment and
support of the improvgment cycle in use, (3) an evaluation design for
determining the effectiveness and iﬁp&qt of the implemented approa;h; and
(4) a staff development program that is designed to develop in gkaff the ’
ability to use effectively all the elements ofdthe approach. |

The four-phase instructi;nal impfovement cycle is a simple problém— \
solving para&?gm that enableéleducators to ude R&D‘findings to identify
and exploit instructional improvement opportunities that exist in individdal

- - b . A .
classrooms, The cycle calls for collection of classroom data, comparison

of classroom data with a data base that relates classroom processes to

! v

student achlevement, decisions about what aﬁr how to modify instruction,

and implemgntatién of Blanned modifications, Since .the cycle is iterative,

.
— .
/’4—-—.;1-”:'—:—. Lo

The concepts of system&ide collaboration and the dissemination
. Y

strategies that have evolved are explained-further in the fourth section
The evaluation design, which was plénned for use by educatbrs, is
. * I 4

of this paper.

) -
described in 3 paper by-Rim and Segars (1980).
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The staff development program is based on two sets of materials: (lx/
: ;

‘ improvement cycle materials that include the technical information, ,/
‘. ) . /
1 . . /
' training, and processes related to the improvement cycle} and (2) /
v leadership materials that include the informationaand processes relaﬁéd to

s

systemwide collaborative development, maintenance, dissemination, énd

/
evaluation of the approach ‘/
I .
The role that RBS plays in building the approach includes conceptu—

[4

aliziné and developing initial methodﬁA procedures, and mabe;ials {see
Huitt & Rim, 1980). Collaborating educational agencies and pereonnel
conttibute to the planning and development of the elements of the approach
as well asﬁprovide the crucial field testing and feedbatk'to guide its .
revisions. RBS also provides field support to the educators participating
in the development projects utilizing the approach. (A more detailed |
rationale and overview may be found in Helms [19801 )

. The remaining sections of this paper discus?/the perspectives that
.helped shape'the implementation process, notelgyme of the research used in
‘the 'design of the implementation and disseminafion strategies for the
approach, illustrate how elements of:the apprzach reflect that research,
_and, finally,.indicate the progress of the’implementation and disSemination

~

of €he approach,




_Perspectives
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‘. b The way in which the instructional improvement approach is implemented

is influenced greatly by RBS's mission and its role as @kregional educational
laboratory, by:the Iaboratory's‘kﬁowiedge of the overall record’of utilization

and dissemination of research in education,-shd by the laboratory's past

expériences_in ;he implementation and dissemination of educational innova-
tions.- These influences--together with a view of the educational system

that holds each level of the system partially responsible for the conditions

-

at the level immediately uhder its jurisdiction and a view of teaching as
4 : . :“'

problem solving-—helped shape the improvement approach.

%

The RBS mission emphasizes assistance to the educational systems "in

the region and the building of local capabllities. The laboratory works

closely with and is -responsive to the state educational agencies (SEAs)-

and intermediate service agencies (ISAs) in the region. The SEAs and ISAs
are interested in limited develophent (or demonstration) efforts, but they:
are.concerned about the,ways and means of serving a larger number of sii7é.
Neither the SEAs nor RBS has the resources necessary to provide the
thousands of schools ot even the 1,126 districts. in the region with the
staff development that a problem-solving method of instructional imptovement
entaiis. The press toddissemiqete, c0mpoundeo by limited’ human and éinancia%
resources, oecessitates an apprpach that develops and counts on local
‘capability. Aftet an initial ehphasis on developﬁent sites for piloting

and obtaining feedback, efforts must shift quickly to the,training of

'y
trainers.




SEA -, DISTRICT -+ PRINCIPAL =+ TEACHER -+ LEARNER . ) ’ -

)

+ is responsible for arranging the conditions of the - .
. ' , . .
‘% . . )

’ . * o

- Figure 1. The educational hierarchy. .
. l \’ . .

This commitment to-work witBhnSEAs, and the view of the educational

4

‘system suggested in Figufe 1, influenced the initialﬁstrategy of Aevelop—

-

mett and dissemination. The educational system is seer as a hidr rchy,

)

with each level partially responsible for the conditions of work of the

- subordindte level. ‘It is récognized that teachers do not have-.control of‘ %
all the factors related to‘classroom proceééeé.' (qu example, time allocated .
to a subject may be controlled by buildiné— or district—manqated scheduies
that sometimes are g%forced by‘belis and clﬁss changes.) Similariy, a

principal's ability to provide staff development time is facilitated or

.

constrained-not only by district Budgeting but also by state inservice .
' ‘ .

’ .

credit bplicies'and state policies regarding reimbursement for staff develop-

™~

ment time. This view of educational administratfon_suggested that- efforts
- . / ' - '

2 -

to improve instruction'migﬁt well be frustrated if building, district;
county’,.ajfid even state educational apencies were not actively involved. » ///
The commitment to werk with SBAs and this view of educational administration . ///

suggested that the instructional Improvement approach should involve partici-
< . .

p;&ton from all levels of the educatiomal system; this was conﬁ%figd by the //i :

exﬁe?ﬁences of the author and other RBS staff members in the development

and implementafion of the Pennsylvania School Improvement Program (P%IP,

one of the seffen NIE-funded R&D utilization projects). The commitment to
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wdrk w1th SEAs 1nd the dec1sion to inﬁglve all levdls of the educational
' _ ‘systém further Suggested an initial implementation‘strategy to involve ' |

first SEAs th n ISAs and LEAs, and finally, individdal school buildings

~afid teachers. . : . n - - . . _ L :
N - .-..k ] . 8 PR _;‘ 7 .
All those‘involved in the initial plahning and design of the instyuc- ¢
o tional improvement effort were very much awdre of two challenges that
»> might render the best of RBS's technical efforts useless. _First, the

litera{;re indicatedﬂthat‘ai;:ough many “educational innovations had beena

- T attempted, only a small propdttion of them were successful (Berman & )
McLaughlin, 1975; Orlosky & Smith, 1972) indeed,~tbe dnitiation of an ¢
/

' .
instrUctional improvement approach that required tocal use of research -

findings would be an innovation ‘for most, if not.all, involved; it was
[ * = ..
clear thatathe sﬁ%%essful implementation bf this approach presented a challenge.
. ) 9

The second challenge concerned the perceived need, described above, to impact

v

’ larée numbers of’schools and teachers. The task of disseminating an -instuc-—

tional improvement approach required, RBS staff felt, attention from the

outset. The laboratory's earlier experiences in the “development and dissemdi-

~——

nation of  a variety of instructional progsams for studentdg and administrators .

{, reinforced this conviction. Since the thrust of the instructional improvement
X :

.

approach was research htilizétion, RBS staff felt it appropriate to seek

: ) - !
direction on implementation and dissemination from the existing research on

topicé'such as implementation, educational change, inservice or staff develop-

b

megt; research utilization, and dissemination. Thds, a third decision .on

implementation and dissemination was reached, namely; that the implementation and

-
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dissemination 5% the instructional.imﬁrovement approach required early

attention and the plans for implementation and dissemination should: be

guided by existing research. \
o . ~ These fperspectives, then, suggested: that the instrugctional d@mprove-
~ . " . ‘ . . . -
(:\ ment apprdach be implemented iy a manner that (1) provides for participation [
¢ : '

by all levels of the educatidnal hierarchy;.(Z) develops local capability

’

to use researach, relying on a'turnqu training scheme for dissemination;

. 3 .
and (3) reflects qxi;Ei£;>research on topics such as implementation,

educational change, staff development, and research utilization. As it

happened, the information and directions gained from the research did not

’ - .
‘ alter RBS's conviction about the merits of the first two aspects, systemwide
&
- : .
. participation and local capacity building. The n;xt section of this paper
\\ . ) : .

illustrates some of the researeh!findings‘t%at were usedsto guide the . *

pd

process and materials éuggestqg for implementing and disseminating the
- ' N - ’

- instructional improvement approach. ’

}
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Data Sources

-

-

The commitment to utilize research to facilitate igplementation and
dissemir}ation,.of. the instructional improvemen‘t'appréaoh led RBS staff to
research on a variéty of subjects. It is clear from.the literature that
"knowledge utilizgtion desigﬂed to result in ; changg in behavior ;lso |
depends on the user's willingness and capability to use available knowledge
*~—___ (Berman & McLaughlin, 1974; Fullan & Pomfret, 1977; Sieber,.Louis, &

« Metzger, 1972). The research was reviewed for the purposé of ascertaining

implementation methods and characteristics of innovations that would .

-

facilitate the creation of a suppoftive educational environment. Early

in the work, the research on educational implementa{ion and inservice educa-

tion was reviewed. -The review of the literature on change, implementation,

- staff development and reseafch utilizatiéon continues and concentrates almost

-

'exclusively on studies and syntheses in the field of education. The Rand

studies, especiaily volumes IV and.VIII, reviews by Fullman & Pomfret (1977)..
+and Emrick and Peterson (1977) were dmong the many sources used in this

area. The intent of this section is not to report on all the research

\

sources utilized but to btiefly note some of the sources and findings .e?i?, f

kY

{‘ that had special implications for. the instruétional improvement approach. Th
. > ) -',_’
discussion of research on implementation is presented first, followed by

a disession of research related to dissemination. .How these implications{ ..

_ were utilized is discussed under methods,.in the next section of this paper.

. ’ -
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*Research on Implementatggp - e owl T y jm
\ ¢ )

.
Y t4

The research on“implementation yls organized by one oF the many lists of - .

L4

change factors that researchers in th9 area of change have deyeloped The list
Suggested by Pincus and.Williams (1979) seems apmropriate to this organization
for several reasons. First, it’focuses on the process of pLannéd~innovation. . .

1f, as Berman and McLaughlin (1975,5p.‘1§) suggest, "the predicﬂbgs.of S

effective implementation are likely to lie in . ... ilmplementation strategy ..

rathef thah in the educational treatmentior technology itself,h the focus -
on process is prebably in keeping with RBS's purpose?‘ Second, the list £s o
\‘relatively brief; it conststs'offfive factors{—a cone of.pretective\toiefance, .
. . 2
a leadership compcnent, a planning and delivery system, a method of deriving .

benefits, and a need to maintain stability. Fiqai1y, the factors.are such

that research from the areas of knowiedge utilization and staff developmeﬁt' ‘.‘
. - 3 R
are easily accommodated. After a brief description of.each of these five

1
4

factors, several resedrch findings related to the_ factor are reported.

1. Need for a zone of protective tolerance. The conditions in a district.
must be favqrable to change. Although effective educational change
does not require broad-based support, at least there must be neutrality
(Pincus & Williems, 1979)- . .

School systems, Pincus (1974) notesy are bureaucracies, and if innova-

tions are to be successful, they must be perceived by the system as
nonthreatening to the status and organization of the bureaucracy. .
Innovations that require major changes in bureaucratic structure or

method are not favorably received. Of interest to the innovatidh being
discussed is the Rand study finding that a.project's dutcomes are not .
determinad accérding to whether that project was initiated by the

teaching staff or by district administrators (Berman & McLaughlin, '1977,

p. 8) S

- -

-
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The -principal's attitude is important to an innovation's success. .
Berman and McLaughlin's (1977) report indicates that few projects in
which the principals were inclined unfavorably scored high on any
outcome measures. Some projects with indifferent principals did well;
projects with actively supportive principals were most apt to score
high on outcome measures.

The importance of teacher commitment in effecting change has been
discussed” at length (McLaughlin & Marsh, 1978). -Since teachet
commitment is 1nfluenced substantially by the attitudes of district
personnel, it seems “important to obtain administrative support and
participation at the outset, both at the district and building levels
(Berman & Pauly, 1975, pp. 54-59; Lipham, 1977). Active involvement
of administrators and teachers in the development’ process also seems
to increase tealher commitment '(Fullan & Pomfret, 1977)., Another
factor affecting teacher commitmerit is the educational promise of the
innovation and the opportunity for change that is offered to taachers;
it seems the wider the scope of the innovation conceptually, the more

likely it is to be implemeiited (McLaughlin & Marsh, 1978).

-

Innovative efforts also foster teachers' ownership and commitment, if
they encourage teacher development or redesign available materials '
(Berman & McLaughlin, 1977). Additionally, Doyle and Ponder (1977-78;
p. 1) have noted the ,importance of teachers' ‘early decisions about

the practicality of new innovations, describing "the practicality - .
ethic as a key link in the knowledge utilization chain in school®."

Need¥for a leadershipwcogponent. A person or a group of persons must

recognize that change is posgible and must provide. leadership in
initiating and implementing the change (Pincus & Williama, 1979)

. Pincus (1974) remarks .that ”reseanchers disseminate.results through

journal articles and reports; practitioners learn through briefings,
meefings, apd informal discussions." And, information alone does not
seem likely to generate the implementation of innovations (Emrick &
Peterson, §977); continuing support and leadership must also be provided

-

provided. N

-

- *

Lipham (1977) points to the key role: 'the administrator--especially the

. buildiig principal--has in bringing about change and stresses the need

to provide training for principals in competencies such 'as the creation
of facilitative environments. In addition, the Rand®study results
(Berman & McLaughlin, 1975) support the notion of staff development

for middle managers. Berman and McLaughlin (1977, p. 128) make special
note of the need for principals to be active in the implementation of
complex comprehensive innovatign, such as the one under discug8sion in“
this paper. v

. S J ' _ .

.

a
..



.,.:Jﬁa

: Need for an- apprpprii?efplanningfand delivery system: ‘Methods must

be developed to pro¥ide the benefits of the innovatioq_to those

. persons concerned, whether students,vparents,_teachers, or adminis- _

'Crators.' A0cording to Plncus and Williams (1979), this may be -

- ¢

accomplished  through the vertical ipvolvement of severdl levels of | 4
“the educat1onal system (e.g., teachers, principals, and administrators), .

or it may. be. the horizontal involvement of only one level, usually at
sthe top.- o N

, " ) v
In any innovation there is a need to provide the users with the
'understanding and- technical skills required. This trainiag must, Gt .
the .same t§ime, avoid the appéarance of a "deficit" model (Mqlaughlin
‘&'Marsh -1978) {of inservice: 1In order to uyse research, teachers need

to acquire spec1a1 skills, such as classroom observation précedures,

-

allocation decisions, comparison of data,. hypothesizing possible '..

changes, and : location of resources. These skills are complex and =~
require’ guided practice in-clinical settings .as well as group instruc-— -
tion. A recent article by Joyceggnd Showers (1980), reviewing the
research on teachers acquisition of teaching skills and strategies,
indicates that nearly all teachers ‘can-learn new skills given certain
cqnditions.  Joyce and ‘Showers (1980, pp. 384-5) conclude that the
most effective training activities.will "combine theory, modeling,
practice, feedback, and coaching to application. The knowledge base
geems firm enough that we can predict that Jif those components are in
fact combined in inservice programs, we can expect. the outcomes to be
considerable at all ldgvels." The report on effective inservice by
Lawrence (1974) also suggests directions for inservice. Noted as
successful are inservice programs that place teachess in ‘an active
role, that allow teachers to participate as helpers and planners,
that are linked to an overall'school effott rather than a4 "one-shot"
program,, and that facilitate teacher sharing and mutual assistance.’
Additionally, Lawrence found that teacher attitudes and Rehaviors are
more likely to be influenced by school-based inservice programs than
by college-campus inservice courses. Furthermore, school-based
programs conducted by local supervisors and administrators are more
effective than sthool-based inservice conducted by outside consultants.
.
There is some support for the notion that delivery systems need to be
described clearly in materials. In a synthesis of five studies on

conclude that materials need to be .developed to describe @nd implemen

educational dissemination and change, Emrick and Peterson..(1977) a\\—//k/
t

a delivery system; the quality and availability  6f such materials see
to play central roles in supporting and maintaining instructional
improvement efforts.

Need to derive benefits. Pincus and Williams (1979) note that it is
important. that innovators determine whether or not their primary goals
have been attained. In some cases, however, early success with
-.secondary benefits may divert the innovators from assessing their
achievement of the primary, goal.

- N
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" Berman.and McLaughlin (1977;.p< 155) sgate that the formal evaluation$
required, of fedlerally funded projects are seldom taken seriously by
Qﬁﬁurespoqéiblo school* district offLeials, Other than this comment,
ifttle’ résedrch 1literaturc in educational innovatiom deals direetly.
¢ with. this elemen§: Many researghers in thé‘field of ‘change in edu-
_ c#tion and.dther- social sciehces‘gecommend planned, user-focused
, revalugtiqn, - Thomas Fletcher (1979, p. 159) suggestssthat the primary
purgése Uf~g0éLUat}on skould be for the user of an‘inn6batio§gﬂr '
‘program ald ‘that evaluation should be ongoing so that the prdgrams
€an +bé 3djusted Or’thned in” process. ' .

a
Y

T x

5. &égﬂjto-maidtainfétébiligz. Because innovations can change .very
erapidly, it is important, according to Pincus and w;liiams (1979),
. far a district to‘p}an'and‘take positive sfeps to prolong stability. ’
’_t The Raqﬁ sgndy'teporf (Betman & McLaughlin, i975) notes that suth
" . plars and. actions need to establish channels of communication,
- colkaboratively getermfhe objectives and' goals with a representative
group of particibéntdﬂ_ahd,estﬂhlishaplanning'as a continuous fumction.
. ' .
Volume VII of the Rand study (Berman & McLaughlin, 1977) reports on *
charafteristics of innovations and the innovation processes used with
djﬁojgcts cont inued, affer.fedeéral funding ended. What is striking
about the set of characteristics is their similarity to the character-
Jstics listed in items 1-4 above. Well-condugted staff training,
including feedback and sepport, teacher participation in project
decisions, and a, supportive school principal are amongs the factors
cegdon to continued projects. *Clear project goals were important to
continuation, especially for prejects attempting a broad scope of
. change. Surprising, perhaps, 1is the hypothesis that projects ‘requiring -
extra effort on the part of staff resulted in more teacher change.
The study also notes that in :those.instances where projects became
integral parts of district, school, and claséroom operations, school
administrators viewed this process of institutionalization as one of
"remobilization and reimplementation™; the administrators realized
that their "early, active, and continued attention" was needed
(p. 179).

*

4

»
1 Y

These are some of the findings that have influenced the design of

" and implementation strategies for the instructional iﬁprovement approach.
2

4

~
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Researcé/an Disseminaéion

’ n

Once the instructional improvement approach has heen developed and
b . . ’

impleﬁgnted in initial sites, the approach, no matter how worthy, is

¢
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likely to remain in those initial sites unless special and earl& attention
is given to dissemination of the appfoéch. The approaéh-is not likely teo

become a local capability in the near term through a-process of natural

~ ’

Iy -
"permeation (i.e., by natural assimilation into the professional education
milieu); which, accordihg to Clifford (1973), 1s perhaps the most . common

avenue- for new knowledge te move into practice. If 'school districts,aéd

)

schools are fo utifize effegctively the instructional‘improvement“approaph,

* *

it -will be necessaf§ to plan for and deliberately foster their acquisition

of this improvement capability. - ’ Ve ‘
. 8 bl LI

-~ . A

A rev}ew 9f the literature on dissemination suggested three issyes
that néed to bé addressed in planning for-gissemin;tio; of the instrutc-
tional improvement approac¢h. The first ;s the transportﬁbility’of éhe approach,
which is of greater scope and complexit& than many innovations. A second
_ 1ssue concerns the barriers t; change found "in school systems; -the
bar;iers éeem to bg particularly efféctive against‘innovations sponsored
by external:agents ESieBer, Louis, &-Metzger, 1972). The third concern.
is logistical (i.e., attaining receptivity and managing the local devele:
ment of improvement capab}lity.in many districts, schoois, aﬁd classrooms).

[N

Transportability. If an innovation is to be disseminated, it.must
. L]

be capablé of being fmplemented iﬁ.sites ot;;r than the original developﬁént
sites. At times, "Eransportability” has been equatea'with "replicability"
(Klein & Hutchins, 1975). The intent in this discussion, however, is .

. closer to "exportability" (Klein, 1974) or the more recently used term,

"adaptability."_ That is, the extent to which the critical elements of an
\ : )

15
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. innovation are capable jof being implemented in other sites. Fullan and

. : Yooe
Pomfret {1977) note two characteristics related to transportability, \
Mexplicitness or plans fo{ explicitness" and.the "complexity ar degree

‘and difficulty of change required.by an innovation'" (p. 368). These two

— t

: . E o
characteristics are discussed belgw;
(~ ' . s . v, .
In order for -an innovation to be used in a new site, the users must
P C ' : '
* have Z4ccess to knowledge about the innovation that makes éxplicit its

. <
intended use and their rgles in using the innovation. Studies by Berman o

L]

. . o
and MeLaughlin (1975), Emkick and Peterson (1977), Moore et al. (1977),

a;d Stearns and Norwood (191\) all indicate the need for support materials..‘
J The Emrick and Peterson study\and the study. ny Moore et al. "showed tQat the

’ o qualit;_end sufficiency of materials contributed to the success of change .,
agents who were charged wWith di;seninating innovations.

Fullan and Pomfiret (197}) note tnat explicitness does not.need to be
nighly sttuctured at the Opteet, as long as there is a plan for arrivﬁng
at explicitness during.initial.;mplementation of the innovation.

Three types of complexity——structural‘complexity, treetment complexity,
and the complexity of integrating an innovation into ongoing_procedures of
the school or district--are identified in Berman and McLaughlin (1975).
These thtee types of meplexity reportedly hdve different effects on
outcomes. The study defines an innovation as etructnrally complex if it
attempts to span many grade levels or reduires a gyeat deal of cootdinatdon
,across gtades;and levels. &trgcturally_comple projects generally attémpt

’
too much too soomn.

4

.
~ ’ B . [}
N f




- Innovations that require changes in instructional pattern

v . e
¢
.

The second type of complexity, treatment complexity, appears to have

Ad ¢

the characteristics of a doublq;edged sword." Fullan and Pomfret report // g

that "innovations requiring complex changes -in teachers' behavior" were

I I'd

difficult to achieve and féquire special planning. RBS's own experience
: ‘ : o ’ '

with IPI products reflects the finding of others (CrJZs, Giacquinta, & ’

Bernstein, 1971; Solomon, .Ferritor, Heann, & Myers, n.d.) who have noted

that changes in administrative procedures and use of mﬁkgiials are easier

- .-
L d

to achieve in dissemination sites than are changes in behang;,or\roleu

Berman and,McLaughlin (1975), however, nots’that innovations requiring

only small changes -or narrow treatment did not lead to broad-based or

‘enduring change. )

¢

‘The final t;pe of compléﬁity‘discusseé by Berman and McLaughiin (1975)
involves thé‘ambunt of ch;nge in funding and org;niéational or'instructional
patterns requir;d by an innova'tiosn. {pnovétions'decessitating_pgw funding
and brganizatioqal patterns reqﬁire strong schbol and digtrict support. ° T

i - ’ ‘% are more ‘
éﬁcceésful if they include teacher training emphasizing-new skills and

behaviors that are related to the teachers' ongoing classroom respansibi-

lities (Cole, 1971; Crowther, 1972; McLaughlin & Marsh, 1978).

Barriers to change. An educational innovation's availabiiity and
: . >
transportability do not .guarantee its adoption or its implementation and

-

incorporation. Pincus (1974), Emrick and Peterson (1977), and Drucker

!

(1973) point out ways in-which the marketplace of schools--public service

institutions——differ from that of the competitive market. The high level

15
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\ of rosistance to change 1n OdUthion (Miles, '197>, §1eber 19/5; Zultmun,
" Florlo, & Sikorsk}, 1977) and the relatively low level of searching for

solutions outside the district (Berman & MeVaughlin, 1975; Sieber, 1974) ~

!
.

also,have been discusseu in the literature. Two factors are addressed in

» the discussion of barriers to change: , ' . : 4

‘. e ) M‘.! A :\Ff W~
¢ 1. The need to provide awareness of and receptivity to an innovation:
-

“2: The need to provide for the implementation and eventual incorporation
of an innovatfbn at dissemination sites.

The need to provide awareness in certain ways‘is documented in the

literature. Government-supported efforts to increase the use of R&D -.
pro&ucts (e.g., the Project Information Packnges [PIPS], * e National

Diffusion Network [NDN], and the R&D Utilization Projects) evidence a

perceived need for conducting awareness activities for educational products
and processes so that they may be implémented. "Research reports of these

oo and other efforts (§erﬁan & HcLauéhlin, 1975; Emrick and Peterson, 1977)

-
w

have pointed out the need to bring char information to school practitioners.
.4

The reports pf the NDN study (Emrick Peterson, & Agarwala-Rogers,,1977)
and the study of the Pilot State Dissemination Project (Sieber, Louis, &

{ . . -

Metzger, 1972) indicate thgt personal contact§ are probably required Evén
to gain school practitioners' attention to infnrmation.
Although r%feptivity to such information is largely a function of
" the target brganization'é climate (Paul, 1977; Zaltman et al., 1977),

- [ 3
literature suggestis several other influences or conditions that affect -4

receptivity.” The perceived legitimacy of the informatiOn bearer, or change Fy, -

,




b " . : .
agent, varies with the targéet organizatidm, the agent's relationship to
. * ! T, . B ' .,
that drganization, and ther'information being_delivercd (Paul, 1977;

Zaltman et al., 1977). If an innovation is perceived as irrelevant’ to

[

the practitioner's needs or ¢crals, receptivity is reduced (Berman &

McLaughlin, 1975; Paul, 1977). Berman and McLaughlin's (1975) findings 1
. s . . o Y .
on-,the opportunistic reaction of schovls indicate that although "seed
’ R NN T ' . -
money" is successful in inducing'digééféts to behave receptively, it did
N o ,‘, A o .

.t

. v
i - .

not. lead them to implement or incétﬁdfﬁté innovations.

’

The methods of implementing and eventually incorporating,aﬂ innovation

‘at a dissemination site are the .same as those used in oriéinal development

sites. The five critical factars (i.e., a zone of protective tolerance,
a leadership component, an appropriate planning and delive.y system, a

] te @ ‘ ) * .
method of deriving the benefits, .and maintaining stability) need to be

L f

attended to' in the dissemin

’
Y -

ation sites. The literature also indicates

that among the most. crucial of an imnovatibn's characteristics is the y

need. for each ‘fmplementation to be characterized by mutual adaptati
L ( : :

(Be;mah & McLaughlin, 1975;(Eﬁrick @t al., 1977; Fﬁllan & Pomfret, 1977),

thus-Ehe meed .to provide each new (dissemination) -sitg with a 'redevelopment"
' ' : ' - - . .

. \

experjence.
¥

Log%stics. By itself, RBS cannot develop the improvement %ppropach

€ollaboratively with all teachers A1 all distgicts in the tri-state region;

[

noKEWOUId that be consistent with the laboratory's role. The SEAs and ISAs
héve'limited'personnel also, and fannot bifthemselves implement and directly

AY

support the instructional improvement approach in all the schools in the

regibn:

19 , \
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‘Dissemination to large numbers of sites ﬁ;ﬁguently has been attempted

by mailing out or delivering the materials to each intended user. The

~ weaknésslgf this.approach to dissemination and the neced for personal inter-

.

actioné\a;g well documelic wd (Glaser, 1973; Logis, 1971; Sieber, 1974;
Stearns & quwood{ 1977). The logisfics problem therefore requires persons
knowledgéable'in the instructional improvement apéroach in order to assist
in'diésemination;
The logistics p?oblem'is comélfcated further by the fact that tﬁe .
_ . A

instructional improveﬁeﬁt apprbach is not a simple innovgtion. As was noted

- \

.above, the approach requires mastery of some. sophisticated skills, and

entails changes in teachers' behavior u~d changes in the roles of the

principal and the LEA participants. Thus, the ins@ctional improvement

"approach requires ongofng staff development for multiple ;evels -(teachers,

p;incip;;é, LEA, ISA, and SEA berso#nel). The know;edgeahle disseminagor
of tpe iﬁprovément approach cannot‘sell‘and run;'thé disseminator needs to
be availablé-to nurtutre tée implementdgi;ﬁ of the‘appfoach ovep~timé.

' Thes% are some of the findings 6n disseminatiah that helped shape

the Blanning for dissemination of the instructional improvément approach}

LY
]

~—n
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« ' ) Methods . _

»

The perspectives and research findings discussed above helped shape

. ~

the four elements of the approach to facilitate its implementation ‘and

K

dissemination. BecauSe each element\of the approach provides several

characteristics or processes that facilitate implementation or -

. ]

dissemination, the discussion that follows is orgapized’by the elements

of the approach rather tnaﬁ the Pincus factors for implementation or the

A ‘t\% . :
concerns for disseminati%h. , \‘-ﬁ:, : .
N . w
. €y . . . ] & P
_The Four-Phase Instructional Improvemerit Cycle’ :

%

- T
. e .
- .
d -

Characteriéﬁiés of the cycle that facilitate implementation and

-

characteristics that facilitate dissemination'are discussed, respectively,
) ’ . ’ . T

below. . . , L ‘ . '

- -

The first two phases of the four—phase improvement cycle constitute

a needs assessment. Each teacher can identify the level of a condition
« or process'in his or her 'classroom and, based on comparable, data from a
N _
research study, decioe whether,he ot she wants to engage in an_improve- .
meént effort for that condition or process.. The ;ecision one teacher makes
and~the change he or she'selects tg implement are not necessarily pre-

scribed for other teachers. Indeed, a school where the improvement

approach is well implemented may begin to assume the characteristics of a
& /2"

e Tom

< gggcher genter--a place where teaghers seek “resources to help them with

»
v , L -
. .
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.

their individual classroom rneeds. In alfowing and facilitating individual
diagnosis and prescription, the cycle assures that the inservice is

relevant to teachers"unique classroom situgtions.

* The cycle also meets.criteria found beneficial to implementatiqn in
thatxft éddrésses a brogd concern but -attempts to accomplish the goals
through rélétively b;ief, ongoing sugport'activities. Furthermore, the
instructional improvement cycle is desiéned to qtilizé the teachers' =
clinicéi knowledge of the é}assroom, school,-or district. The teachers
decidé whether a.certain process or condition should“bé modified, the

) ~
extent of that modification, :and the method by which the modification is

made. Inservice then i1s not based solely on what other educators believe \

’ .

is useful but rather on teachers' considerations of their c..n classroom

* data. N " S e
b | uobt/‘/// * : - '
The instr onal improvement cycle also supplies teachers with

> . .
info fion on the extent to which their modifications have had the effect -

intended. This provision for .feedback is consistent with yecommendations

’ »

for effective ingérvfﬁe given by Lgwrence (1974) and Joyce and Showers

v -~ N

(1980). The improvement cycle focuses Eeachgrs on classroom ﬁrocessesy

®

and conditions and student achievement, which are the primary‘goqls of the

. by ".P. ’
¢ instructional improvement approach.

A . i
Several characteristics of the four-phase instructional improvement cycle
£ ' ' <

should facilitate dissemination of the approach. For example, the instructional

.

B VE T Vs
impfovement

éycle is not to be‘represented as a.solution to ‘a problem but

" rather can be viewed as a’ vehicle for improvement. The approach thgrefore

20 ~ -
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Systemwide Collaboration e

a4 <
‘includes more than the improvement cycle, howevkr, It involves the
. \ : \

\ P 4
should not B€ considered the solution to a nonexistent problem--a view

that often condemns innovations from the outset (Havelock, 1970; Zaltman

\]

et al., 1977). Asbects-of’the four-phase instructional improvehment pycle e

serve as SO#LCiOﬂS to the ticatment—-complexity dimension of the trans-
L : A ' ' ..'.-"’.
portabilit% problem. Implementation of the cycle requires a conceptually

. & ) ™~
broad, not narrow, change in participants' behavior; however, all of the

skills; !6les, and responsibilitie€ are related to the relatively simple
5 :

four-phaégxinstructional improvement dcycle that enables new participants

to compfehend quite readily. the overall process.- Additionally, the im-

‘provement cycle need not be implemerfted by all district or school staff '

F.

Ry ,
at one time., Thus, the structural comrlexity of the approach can be kept

simple.

} ™

2.

The four-phase instructional improvement cycle described above is

designed for use by teachers. The RBS instruftional improvgmenqvapproach ..

-
2

collaboration of SEAs, 1SAs, LEAs, principals, teachers, and, at this

: // -
_time, RBS staff in the development, delivéry, and ongoing application of *

S

the four-phase cycle. The word "collaboration" is used to describe a
working relationship in which the expertise each person brings to a task
is recognized and‘respected by others. Leadership in such relationsﬁipsﬁﬂ

shifts among the participants according to the nature of the need for and

the appropriateness of each party's expertise. The waxf in which the

21 25
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. ) 1 &
- various levels of the educational system became involved in the imple-
—~— mentation and the way-in which the benefits of collaborative development

” .

K3

ate made available ‘to dissemination sites are didcussed.

Implementation. Although the paragraphs below describ&\the process

¢ R Y

) RBS staff followed in identifying and\working with development sites, it

t

.M‘ '

should be understood that the method RBS followed is alsn the method it

4

recommends to SEAs, ISAs, LEAS. or schools who wish to implement the

. *

~tn

approach, For purposes of the‘Eemainder of this paper an implementation

« of the instructional improVement approach'will be referred to as a project,
ra f / » . N
Thus, there are many . projects—~all utillzlng the same instructional improve-

ment approach. Two other terms also nccd explanation here. Development
b . ( L) g
sites, or development, prOJects, are those projects that collaborate with

. RBS in the initial development of the approach, These projects receive

>

direct field support from RBS staff; teacher staff development sessions

» in these projects are frequently led by RBS staff.‘ Disseminatiop projects

~

é are implemented by local leadets trained (possibly by RBS) in the approach.

RBS staff do not lead teacher staff,development sessions in dissemination

projects and only rarely attend the teacher sessions in dissemination

projects, .

First, RBS staff over- what was frequently an extended period of ‘

-

4

time, oriented SEA personnel and 1n 4wo cases planned with the SEA to identify
and orient ISA personnel, This step was repeated, with RBS (and in

some instances SEA personnel) orienting and planning with the ISA"
A .

- ) " to identify‘and orient LEAs, The process continued to the school level,

, | " 24
2
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. where the principal and possibly a teacher planning &roup-worked with

the LEA on an orientation for teachers, At any level, the choice to

continue or not to continue existed; if a Aistrict chose not to

L]

. participate, a school orientation was not made. Thus, before a teacher

.wgé_oriénted, support was secured ffom the principaﬁ and‘thé LEA, ISA,

&

and SEA. This process a%}o?s eaéh level to verify ‘hat its goals and .
objectives are compatibie-wigh the i;provem?nt metﬁld, which is én 5t
. iméortant"considergéion in establishing a zone of*ﬁr&tective.tjlerépqe. ’
Y * Id@ally,\a similar planning strategy is contigued for each of the.r

phases associated with the instpuctional improvement cycle.'aTHgt.is;

» L]

prior to a teacher meeting, there is a ..ceting with the ISA (and pogsibly

.

the SEA) to discuss the materials, strategy, and agenda. After input and
planning at the .ISA level, the planning is conducted at the LEA level,
and .then again at the school building fevel.

/

The procedures that are in fact followed vary somewhat from the

&, 3
“ general pattern described and from project to project. Two deviations
gare relatively common, First, active participation from most SEAs has -
' \

been limited, but all SEAs have been kept informed of work in their states.

As more sites are engaged in the process and as the states begin to

realize the enormity of the task of providing assistance to the districts,

AN

SChOOlS,'and.CiaSErOOmS that do not meet certain student achievement
standardé, the SEAs' own intergst and participation séem to grow. 'A
second difference is that the number of planning meetings is fredﬁe&tl?

. reduced by planning at the ISA and district, district and school, or ISA,

district, and school levels simultaneously.

1

/ .

. 2 2

+
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In development siges, staff development for ISA, LEA, and.schocl

. \ building personnel is dtcompl[shed both through their particlpltlon in

planning se8sions and in their observation of RBS staff modeling (i.e.,
demonstrating) the staff Zcvelopment, hs the.léA and LEA personnel.review
’initial materials éfor purposes of sdggesting revisions, planning agendas
Lo for teacher sessions, and possibly'preparing for some role of their own
in the session); they become familiar with the content of the materials.
1 They later‘see an RBS staff person-model the improvement approéch, with
[ supportive‘materials, at;the.school site;u;This=Strategy allows RBS
personnel early feedback on.materials and processes and provides training
for the de;elopment of local capabilih at'a site.at the same time as an‘
initial set of "turnkey,' or disseminatfon agents is being trained..
One other aspect of the project implementations should be. noted At
no time are any RBS funds used . for teacher release time or for- ISA or
* LEA staff time. Each project is implemented with locally obtained funds
or resources. Some schools have used inservice funds available to their
district from the ISA. 1In two cases, SEAs approved inservice ctedit for
participating teachers and administrators in the»project outside of
school hours. One school is beginning to utilize inservice time set aside
hy the district that in-the past has been used for a series of‘"one-shot"
inservice programs. Every attempt is made to keep required resonrces-at
a minimum, which should aid receptivity of the approach. Although

<

‘implementation of the approach.will necessitate some changes in behavior

I M

(e.g., systematic observation), it does not in and of itself require new




-

student curricular materials or processes.. Any changes inlinstructional

<,

procedures or changes in mdterials will be the result of a fcachers'
decision to mak; such cha;ges. Although the minimal cost of implementatién
mgy increasé receptivity, the fact.that implementation of the instructional
-appfoach will rely upon exiséing resources and funds--no seed money ‘is

provided by RBS--may lower -receptivity. Neverthelesshjthis procedure
sh;uld increase tﬁe‘likéiihood that ifathe approa;h is implemented it will
be maintained. | "

The reasoms for the systemwide'collabérative planning strategy are
many: First, such a strategy assures the active support of the V&Fious
levels of the educational hierarchy. yThe collaborative development

strategy recognizes the bureaucratic structure of the syst a, and permits

each member of that system to play out his or her accustomed.rple in

e
-

givi;;\Sanction and‘providing spppogi_for the.instfuctionél improvement
gpgroaph. A second major aspect of this strategy is that, aé individuals
participate in the planning éfforFs, they develop a sense of ownersﬁip of
the improvemenﬁ'approach. The collaborative planning efforts help to-
establish a local Capgbilfty for leade}ship in the delivery of the improve-
ment épproach, and the‘invoivement of each ievel may provide additional
stabi%ity to the project. All of the project cqncerns are not vested in
one person. When RBS withdraws from develophen; projects, and in projects
where RBS will never participate, the'neea.for lopgi capability to deliver
the technical and organizational support for the process is met, in part,

by this chaining or linking of levels.

2
4
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fhe systemwide planning strategy also recognizes that the conditions
" and processes of instruction that a teacher establishes are shaped in part
. by sc¢hool building c itions and district or state.policies or pfbbedurps
. L]
over which t;e acher has little or no control but which the principal,
‘ district,.ortftate may be able to influence. The Aultilevel planning
and particip;t;on algo build channels of commu;iéation. The concerns and
needs of one level can be communicéted and are more likély to be addressed
in situations where the recognitio; of needs and rationale for requests

- ~

emerge from a common endeavor,
-~ -
b .

Dissemination. Collaborative develobmedt appears to be the least

t;igsportable eleﬁeqt of the approach, It may be assumed that once the.
approach has been createa collaboratively iﬁ the develbpmeut projects,
it will merelv be replicaﬁed. This is not the %ntent. Nor dées RBS

~intend that the materials generated 4n the devélopment projects only be
duplicafed for dissé;ination sites., Rathér, those~ responsible for
-dissemination are advised that each project is to be considered a
redevelopment effort; that is, at each level, planning and review of*
prototype materials and procedures (from development projects) should
‘occur. - The parti&ipgnts in each SEA, ISA, LEA, ;;d building should review ’
and then adapt the mate}ials and procedures for their own circuﬁstances.

~ Thus the planning, reviey, and refinement pré!gsses modeled in the

* 'é - development projects are to:be continued at ‘the dissemination p;ojects.

One advantage of this continted collaborative, multilevel development

is that it provides for mutual adaptations, the feature of innovation

25
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. found to be so critical for the implementation and incorporation. Involving
people from the school, district, and ISA also helps to build the critical

mass of participants necessary to sustain the momentum for innovation.

[ .

Evaluation .

-

The evaluation design (descriged in.Rim and Segars, 1980) was shaped-
by the desire to enable educators to evaluate their own instructional .
improvement projects without outside assistance..lEvery effdrt was made
to keep the methodology simple, to;keep time and gcost_at a minimum, and to '
respond to educators' concerns and critecia for success., \The evaluation
design does assist with the element of ‘mplementation that Pincus referred

to as a method for deriving the benefits, The deaién includes change in

' student achievement as a measure of the effectiveness of the instructional

improvemedt approach, thus focusing attention on a primary objective of
the.approach. -Thé designralso chﬁses attention on the impact of the approach.
Ié the apbroach 1s not disseminated or is not maintained, information as to

why this is the case is obtained and will be helpful feedback for guiding imple-

" mentation and dissemination strategies.

4 -

Staff gevelopment L

¢ ,/Jfg teachers are to utilize the four-phase instructioqal improvement
-~ cycle, they need to understand and become skilled in the methods needed
for data collection, comparison, selection, and implémentation. Tmple-

mentation of the instructional improvement approach thus requires staff

development for teachers, ' @

27
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. - . // - . ‘ ’
The instruéeional improbement approdch #ns not ﬁé prescribe for
. practitioners ‘but fo develop a local capabiiity to uée research so that
the practitioners' instructional decision$ and acts are informed by the
research,. as wellyas bx tneir values and circumstances, Local capability,
‘ "as used here, means that each principal can maintain the approach with his/her

. - «©
own staff with minimum reliance on outside resources. - Also, each district s

?

must be able to develop the capability to‘initiéte and maintain the
improvement approach i; each of its schools. Similarly, each'ISA must be
able to implement and maintain the improvement approach in each of its
di;tricts. In addition to ¥e ' pment ot local capability, s;stemﬁide
caflaboration is part of th rgach. it is not .possible to achieve
such lgcal Eapability and systemwide collaboration if only teachers
receive staff development from outside experts; staff development is

needed for project leaders as well as for teachers, ' ‘
The -materials and tréining procedﬁ;es employed~t6 develop.local
capabtlity to use all elements of the approach are described below. First
the initial materials used?iﬂ training argsdiscussed, and then staff
development for teachers and for project leaders is discussed. In keeping
with the'focus of'tﬁis ﬁaper, the’ descriptionss emphasize characteristics
of the staéf.deQélopment thgt ﬁaéilitate implementati;n ;ﬁd disseminat%on.
Materials, Researéh.on impiementation and dissemiﬁation eﬁi&ence
the need for materials that ciea;iy describe an innovation éhd an |
associated dglivery system_(Berman & McLaughlin, 1975; Ehrick & Peterson,
1977; Moore et al.,, 1977)., RBS staff prépare initial training materials

14
for the instructional improvement cycle, and realizing that training

\ .
817
28
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in leadership and collaborative development skills is equally as important,
RBS also prepares leadership materials that outline the piannlﬁg and

. o
responsibilities that each level of the hierarchy must undertake in order

to implement the approach. The explanations of the critical element%(af

v
[}

the instructional improvement approacﬁ and the roles required by it that

~ o
'

are included in the improvement cycle and leadership training materials
are one way in which the concern for explicifnesg (to facilit;te trans-
portability) is addressed.

The improyement cycle materia%s are designed to transmit the infors
mation needed to plan and eiecute all the processes included in the
#@structional improvement cycle. ~Materials for'teachers briefl; present
needed information and provide practice opportunitieg, formé, and short
summiries of literature for reference purposes; materials for leaders
include consfderably more support.  These materials are written as ghides
and suggestjons f{for pafticipants to adapt them tg their local circumstances.
Aspects that are technically ér{tical to the process; such ;s observation

¢

instruments and reference graphs, are flagged so that users will not make

-

changes that could destroy the integrity of the system.

Obviously, certain refinements or revisions‘made by an adapting éite
could seriously jeopardize the integrity of the research used in the
instructional iﬁprovement approach or the associated improvement cycle
materials. For example, a site may decide to "simplify" the method by .
interpretiﬁg all of the instructional vapiabiq relationshipf with student

2 . !
achievement as either positive linear relationships (more is better) or



/
J

negati&e lineapsrelafionships (less is better)., There can be no complete
sprotection fr;m ghis.risk, but training by modeling and institute training
(described below) will emphasize the. rea‘ning-.-behind the process and the.
depehdent relationship betwecen, ;éy, the data collection instruments and
the graphs. In some case¢s, the form of technical training may avoid the
problem of poor technical training. For example, observation trainiqg
that utilizes\videotapes and‘includes specified criteria for mastery ’
reduces the risk of inadequate training. Still, disseminatori must’
understand the importance of using videotapes until participants have
feaphéd cri;eria, and they also must understand the consequences of
ignoring such criteri;. The risks are real, but RBS believes that the
neeq to prévide for mutual adaptation is great gnough to warrant the
accofipanying risks. .

RBS will addréss some of the concerns felated to implemen&ation'fn
the leaderéﬁié materials that describe suggested roles and functions.for'
SEA-, ISA-; LEA-, “and schooi—level participaﬁts. The materials are bei:§;

designed to attend éo the five elements (a zone of protective tolerance,

a leadersﬂ;p component, a planﬁing and delivery sysgem, a method of

deri?ing the benef%ts, and qaintenance of stability) identified by Pincus

and Williams (1979). The materials will deal with organizational concerns
/(Such-as schéduling and locgting resources), skills.individuals can use

in conducting the improvement: approach (paraphrasing teghniques, clinical -

supervision skills, etc,), and skills leaders can use to maintain and

refine the improvement approach (e.g., techniques for evaluating
57
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the effectiveness of the apprbach). The materials will not attempt to
cover Efpics that have been treated extensively elsewhere.‘ The materials
will indicate, however, how and why certain skills (such as clinical
supervision skills) may t: useful in the;improvement approach, and they will
direct leaders to a number of available resources for these topics.
The leadership materials will suggest roles for principals and‘district,
‘ISA, and SEA personnel that provide for needed leadership .in thé instruc~-
tional improvement approach and that are consistent with :;kh individual:s

N role and status in.the existing educational hierarchy; The materials also

are being desiéned to aid in establishing a delivery system for the

.
Ay

project, as they convey the ianrmaficr and skills necessary for partici-
pants to ﬁlan and execute the delivery‘of the';nstruétional improvement
approach. Some of the roles, resources, and functions of personnel in the
instructional improvement approach will intentionally not be defined
explicitly by the materials; this will permit participants to adapt the
method to their particular circumstances. The materials will describe the
. necessary resources or roles and give alternative suggestions as to ‘how
they may be provided or cgfried out. These details yfll not be prescribed
fully for partjcipants, alloying'the method to be adapted and integrated
with the existing policies, resources, values, and'gtructures of the
school district, LEA, ISA, or SEA involved. What will not be made explicit
in the materials will be flagged for users so ;hat plans tq make explicit these
progedures, policies,.and values will be part of the ié;lementation. Thus,

project leaders at each level of the educational system will use their

- 3135




rayf i;'

(S8

knowledge of their conditions, values, and expectations to establish a
. Q.‘ *

" flexiblé and appropriate system for their circumstances. 1In addition,

theylwiil be encouraged to involve inflhéntial persons at eéch level--for
éxa&ple, SEA (professional association members), ISA and LEA (board
members), énd school (PTO members)--in order to build a broad~based local
constituency.

The leadership materials will give special attention to building,
district, and state concerns about the effeégiveness of the improvement
approach. Benefits of the improvemenf approach should include increased
knoyledge of critical elements in instruction, changes in the conditions
and processes of instruction so that they more negrly match those found
to produce high student achievement gains,.and,'fiﬁally, i-creased
achievement, Although the four-phase instructional improvement cycle itself
provides fegdback on the SeCOAd of these elements (change in conditions
or processes), one part of the leadership training will assist LEAs and

. .

I1SAs to assess the effectiveness of the approach with respect to student

achtevement,

»

S€;ff development for teachers. The staff development for partici-

~

pating teachers is centered around the understandings and skills necessary

to put into operation the four-phase instructional improvement cycle, Au‘
understanding of the variables being examined, mastery of the data collection
method; and the-understanding neceésary for comparison of the teachers'
classroom data with data from research are important aspects of the staff

development program. The staff development materials also provide
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suggestions and guidance in selecting modifications that are logically

-

related to the variable being considered for improvement and assist

teachers in developing a procedure for monitoring their implementation of
o

the intended modification., (This is suggested to assure that some

N

modification is indeed in place, prior to‘thé teaéhér taking a second
. {

reading on the classroom variable under consideration.)
a
The selection phase may, depending on the strategy a teacher selects,

involve additional statf dévelopment. A teacher may elect, for example,
. . . .

to learn more effective techpiques for discipiine by attending a course
offered at a local teachert training.institution. Another teacher, ing#
the same school, may elect a ve;y diffe;ent modification (say,“a change
in seating patterns) that requires no additional staff developmené.

As was noted above, the staff development necessary for the improve-
ment cycle isito be provided b;‘lbcal project leaders; this facilitates
systemwide collaboration and the development of local capability while
providing what research on inservice says is_a highiy effective plan for
inservice (locally led and classroom focused). Several other features pf
the improvement cycle that enhance the associated inservice are noted on
pages 19-21.

Initial materials and strategies for thestaff development sessions
are found in the improvement cvcle materials previously described. The
improvement cycle mgterials were developed fo; use in relatively short
staff deveiopment sessions held throughout the school year. Although the
use of materials in these settings does not reduce the overall complexity

-

; -
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of the skills to be 1earnedi the §kills are introduced at a manageable
~ . v
rate. The materials facilitate 8ngoing, school-based inservice, conducted

B
L1

by local supervisors, that combines theory, practice, and feedback,

- Time and materials (cgsté) are always-of concern, Although teacher,

principal, and distrit supervisor time is<tnecessary for the staff
)
development associated with he approach, every attempt is made to keep

the time and materials to a minimum. Once teachers have mastered the
’ - + .-
data collection techniques ass c;ated with a variable, the reméingng time

requirements for the agg\oach are quite modest. Time sometlmes can be_

-»

found by changigg prionipigg and using some inservice or planning time
. ‘.; ‘ ER
already available in the school and distrjct. Frequently, time can be

made available for the improvement approach By us%ng the time already set

aside for a series of "one-shot' workshops, _
. -
Staff development for project lag@ers. TWo forms of training are

being used by RBS to provide staff development for project leaders. 1In
development projects, RBS personnel "model,' or demonstrate, much of_th?
content incorporated in the staff development materials. In order to
train a larger number of leaders in a sho?ter period of time thaé is
permifted by modeliné in developﬁent projects, institutes have been
initiated., These institutes, or academies, are designed to facilitate
training of local leaders who wish to become improvement project leaders,
The power of both gf these methods of training can be multiplied by using
a stratﬁ§y whereby ieaders.traiped and eXperignced in the approach train
other potential leadérs. Each of these processes--modeling, institutes,

and turnkeying--are described further below.
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In development projects, staff development ﬁor SEA, LEA, and school
building personnel is accomplished both through their participation in
planning session§ and in their observation of RBS staff modeling (i.c.,
demonstrating)- the improvement approach. As thg ISA and LEA personnel *
review the initial improvemént cycle materials (for purﬁoses-of suggesting
revisions, structuring meeting agendas, and pbssibly preparing fﬁ; some
role of thgir own in the meeting), they become familiar wigﬁ the content

of the improvement cycle materials.

b

These planning sessions also involve attention to the leaderéhip

-

" aspects of project implementation, Since RBS does not provide.resources for

teacher rélease time, the participating ISA, LEA, and building must plan

-

for, and then seek, their own resources. lLocal leadership also witnesses
the planning for and actually carries out many of the -leadership func-

tions described in the leadership materials. Strategies for building.
t . .

support within the ISA, LEA, and building are also discussed.in these

J.
meetings, as.well as the planned transfer of project leadership to local

participants and strategies for diffusion to other staff or buildingé.

®

Thus, both the improvement cycle materials and the leadership materials
are presented in a modeling process.
. R :
The large number of ISAs, LEAs, and schools in the region requires

that training for disseminators of the instructional improvement method

-

be carried out more rapidly than is permitted by the modeling process in

development sites. For this reason RBS has developed and, just recently,
-
LS
initiated staf? development institutes. These institutes are scheduled

c
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. Ni
to allow for both group classroom training and practical experience in- .

Y

~ implementing the.improvement approach in a school. After learning the

technicat.and leadership skills for a phase, institute partlciﬁhnts imple-

~* -

ment that phase of ths instructional improvement éycle in.a school in their
‘ .
own region... This implementation may include sessions conducted #n the presence
. 3
of an institute leader. Prior to implementing a phase of the instructional

improvement approach, participadts also may visit development projects or

view and critique videotapes of instructional improvement sessions hel&

-

at various levels (ISA, LEA, or building planning meetings, or a teacher
session). Institutes may be structured so that each ISA participant
attends sessions with a supervisor from the district where the improve-

ment approach is to be implemented; it also may be possible te include
a

building leaders from the district in some of the institute sessions.

r

SEAs, ISAs, teacher training institutes or teacher, centers may sponsor

-

institytes. Sponsorship by a teacher training institution may provide

additional .incentive, however, in the form of course credit, or additionhal

-

resources to instructional improvement efforts (e.g.,_gesource personnel
. for certain school or classroom improvements, assistance with classroom

observations from undergraduates in a practicum experience, etc.).
4

In fact, the logistics problem is solved only partiaily by RBS
participation in the two-metheds of training®leaders, modeling and insti-

tutes. Since the approach requires the development of local capability,

-~

’i/tﬁrnkgz strategy, participants teaching potential participants, is also

-.li'
useful in solvigg the logfstics problem.
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In development sites where local leaders are. trained by modeling the

. ¢
leaders are expected to sustain the project and train other personnel in

.

the improvement.cycle and leadership aspects of thefappro h. ISAs, LEAs, '
| . [ { .
and ‘principals in development sites were asked to make two commitments:

'

they.wodld participate in planning and traininé sessions so they could be
t%a;ned, and they wouid provide Eraini:;\to other LEAs, principals, or
teachers. RBS nmade every effopﬁ/po make clear, at tpe outset, that direct
.assistance from RBS would fade*®as local leaAers acquired the necessary
skills¥and experiences.+ A persop trained by his or her participation in a
-developmeﬁt project or an institute 1is expected‘to mod;i for others.

For eXéfple, once an ISA person has developed thé skills, undersfpnAings.
and local capability necessary for the improvéﬁ nt approach with one person
in a district (by working'collaboratively in a EEVeIOpment school), the
[/EA person may then turn to work with another district or another ISA.
Meanwhile, the district person collaboratively develops the approach with
other schools in the district an@ maintains the improvement approach

in the original school site. Similarly, once a principal has worked with

a district person to develop coilaboratively the appfoach in his or her
school with some of the §5aff,Jhe or she can maintain the approach in the
school, gradually imvolving the remainder ot the staff.

The turnkey st;étegy also can be used in conjunction with instifﬁtes.

For example,. once an ISA person has been-trained in an institute (or in

-~ a development project), the ISA person may continue the dissemination effort

by holding institutes for other LEA and building personnel, The RBS
/

*_
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experience with the Pennsylvahia School Improvement Pnggii? indicates .

¥

f

. that ISA personnel a;é hesitant to hold institutes for LEAs oé a process
- ) n . s.

with which they have not had suyfficient personal implementét{on experience,.

The institutes fox ISAs could serve.as a model for an ISA institute for LEA

4

and building personnel provided fhat part of “the currfqg}um of the insti-
tute for.ISAS'fdcqsed on ways, means, and content for such seconhd-level
institutes. In this way, tha-iﬁstitutes al'so can be furnkeyed f%om ISAsf

" to LEAs and from LEAs\to buildings. L\V/_ . e,

~ <

\
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o Status - - ' .
LY : -

N
What has been accomplished? What are the results of this use of /.

research to guylde implementat{on and dissemination of the instructional
vl
improvement approach? These questions are addressed in this section of

the paper. The status report is organized by the two elements of the

&

approach, systemwide collaboration and staff development, that are of
speéial interest given the focus of this.paper. The status of the other

two elements, the four-phase cycle and the evaluation design, are discussed
l N .~ ) - ’

by Huitt and Rim (1§80) and Rim and Segafs (1980), respectively.

-

Systemwide Collaboration

Instructional improvement projects invelving teachers, principals,

and LEA and ISA personnel have been in existence for approximately sixteen

3 . ~

months. During both the 1978-79 an& 1979-80 school years, teachers from’

schools* in four districts were involved in development site activities,

Dissemination projects were established during the 1979-80 school year. -
At present;"there are -teachers from six schools, along with building,
district, and ISA personnel, involved in these dissemination sites.‘l Two

of these schools are in a district with a development site, and the

remaifing three are in an ISA and district not collaborating in a develop-

ment site. Urban, rural, and suburban schools are represented in both

o -

de&elbpment and dissemination sites.
o

Although a number of new g}sseminatibn projects are anticipated

for the 1980-81 school year, RBS has not yet devoted any serious amount

-
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of attention or energy t; dissemination. The diqsem{nation efforts RBS
is engagéd in are thg result of requests from 'the field. The éfforts are
cxpected to yield valuable information about the planned disscmination
sBrategies. An institute now under way, for SEA and LEA staff in Maryland*
is expected to result in several operating instructional improvement b
projects. One or' two ipstitutes for ISA and LEA personnel in western
Pennsylvania are being planned'ﬁquhugust 1980; i; is anficipated that
these institites will also result in dissemination sites.

Frequedtly; the requests to RBS to conduct irch'institutes have come

from the field as a result of awareness activities RBS has cartied.éut.

gour issues of a newsletter, Instructional Improvement News, have been

distributed to participants _and key SEA and ISA personnél in Delaware,

-

New Jérsey, and Pennsylvania. In 1978'and'1979, RBS also hosted a

conference on Basic-skills instruction for partiqipanfs and key SEA

.- »

personnel, Prgﬁ%nﬁations'at these conferences, as well as at conferences

"sponsored by other agencies, have also generated interest and Support;
The collaboration of some o% the SEAs with theée-projects has not

vet reached the level that was intended, Where this is true, it seems

that this is, at least in part, a reflection of the transition

(from a regulatory role to a role of educational leadership) that the

SEAs are undergoing, During this period, RBS is in communication with

*Although Maryland is not now officially served by RBS, RBS has received

-~ a limited amount of funding to &xplore the possibility of including
Maryland in the laboratory's service region. The institute mentioned
here is one of the activities being conducted in Maryland.

v
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N .
the SEAs and they are kept informed about the approach and project

activities, There have been expressions of support from ‘individuals
within SEAs, and there have been no unfavorable reactions to the work with

I1SAs, *

Although tne degree of participation of the ISA, LEA, and school
principal varies from.project to project, systemwide collaboration is in
evidence. Teachers ‘have initiated changeé'that require schooi— and
district-level approval and support.‘ For example, one district reVised
its scheduling of eompensatory and special (art, music) programs to
establish longer blocks of time when classroom instruction in basic skills
would not be interrupted by such pullouts; this change involved district-

\ . -
level decisions and impacted instruction at all elementary 3chools within

the district. In two districts, project participants submitted proposals for

their staff development to the state inservice agency and received approval for

a

granting course credits to participating teachers, All of the projects
‘are utilizing existing time and financial regources to participate, which is
the result of collaboration and a sense of ownership.

The sense of commitment and ownership is also evidenced by plans

LY N .~ . \

current participants are making for contlnuing and disseminating the \
: approach. One ISAfiinker organized a consortium of districts that have sub-
mitted a Title II proposal to fund the training of district-level personnel

in eleven LEAs. Another district Qith a development project school and two

dissemination schools has submitted a proposal for state funding that would — ™

.
A]

facilitate training of elementary school principals and some district super-

visors not already participating in ‘the project.

41
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Systemwide éollaborazzpﬂ\does fequire constant attention, RBS's

experience in development'‘projects suggésts that keeping personnel at all

-

levels engaged in the projects Fequi}es the attention and planning-of all

involved: For example, in one of the urban LEAs in which a development

site has been in existeﬁce for eighteen months, a third superintendent is

~

to be hired. Each new superintendent must be oriented to the project and

_at the same time encouraged to feel ownership for the project. Although

. -~ . .
this may be an unusual situation, the'need to attend to and nourish

collaborative relationships seems clear., RBS's experience suggests,

1
rd /

hbwgver,‘that,the strategy 1s necessary and«is worth the effort. - .

~
.

Altﬁough each project utilizes the four-phase improvement cycle,

each project is unique; In some schools, teachers make the observations
. . . . L P

of‘student engaged time that are part of the data collection effort; in

specialist makes these

;

!other schoolsa,s the principal or a curriculum

observations. The-sequence, ordering, and number of observations made

- ~

during the year also vary. Funding for teacher release time or for
inservice credit provisions varies from project to project, as does the
climate for voluntperism and participative decision making. Although the
* &

. leadershfp materials stress voluntary participation at all levels, some

participants, especially teachers, participate as the result of persuasion--

. . . ' . i <"
persuasion that ranges from low- to high-key. Ino some projects an entire ~ =
school faculty has been involved from the outset; other project schools

have only some ofe the teachers involved., At one develop§:nt school,

several teachers, along with the principal, are using the RBS staff modeling

f

¥
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experiences as staff development for their own dissemination of the

approach to other faculty members, These are but a few of the ways in

which the existing projects differ.

v

The collaborative process involved in some of these projects has o
been observed by RBS staff whose majof assignment is the documentation of

the various school improvement efforts currently under way at RBS. One

~

of these reports, a case study written by a participant-observer of the

basic skills instructional igprovement approach (Donner, l980),'describes.

4

both initial design and development activities at RBS and field ‘experiences

at some of the project sites. Two other reports (Firestone & Corbett, 1979;

Herriott & Firestone, 1979) discuss the activities of three RBS school
\ . BN

7 «

improvement efforts, including the basic skills instructional improvement

. - -
- A

approach, from the perspective of the change process‘(esg., the importance

of school context, the influence of"linﬁer behavior, etc.).

‘ A

Staff Development - - : . . !

t

The status of the'Staff development materials and of training efforts,
g .
A

both for participating teachers and project legders, is described below.

Materials. Initial fhstructional improvement cycle materials have

*»

been developed for the student engaged time variable.” ‘The matyrials for

/
project leaders i::iéde suggested strategies, agendas, and outlines for
/ , ./ :
teacher staff development sessions, as well as videotapes and exercises

‘,‘

that permit leaders to ascertain whether or not teachers can meet specified
. ) :

Cr

criteria #n using the data collection techniques.
A" .

. . il .
. - . . . ',
. ‘ /\"’\\ ’ : .



Initial materials for use of the four-phase cycie as applied to two
opportunlty-to—learn'variables{ prior 1earﬁing and criterion relevant
instruction, are now being deéeioped.

The research, as well asdthe experience of the instructional improve-
ment- projects, suggests that attention should be paid to thé processes and
skills needed to provide necessary staff development and to establish ‘and
maintain the type pf systemwide coll;boration that is proposed. Initial
leadership material% for SEA, ISA, LEA, ané_building participants are

" being designed to facilitate development of‘{his capability. This develop~
ment task require§ experience with development projects to identify
necessary topics and -avoid duplication 'of already ;xisting legﬂgrshipr
programs. As discussed above in the gection on methodsy a framework for
these materials has been éstablished; but few of the materials have been
developed, however. Initial versions of the materials will be used and
tested in some of the forthcbming institute sessions and in development

.
prejects.

Staff development for teadéz;s. More than fifty teachers have

»

participated in the staff development activities for student engaged
time, and approximately fifteen teachers are now engaged in the staff
-&gvelopment ;elateh to the context vdriables of prior learning and -

criterion relevant instruction. As reported in Huitt and Rim (1980),

teachers have had little difficulty in learning the observation technique

for engaged time, The activities have been well received by teachers;

most réport that the inservice treats them as professionals, bfings

teachers and supervisors together, and impacts instruction.

46
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Staff development for project leaders. To date, almost all project

leaders have received their inservice through participation in develop-
ment projects. Two of four {rained 1SA participants at pre;ent are
' modeling the approach fcr a diéfr;ct or school that is not a development
- site. Two of nine t;Z}ned district personnel are assuming increasing
¢ responsibility fdr the training of teachers in their district.

Staff development is brovided for project leaders as a way'of
building local capability. Perhaps tha least successful of the efforts
to establish local capabiligy has been the effort to have building prin-
cipals assume responsibility for their tcachers' staff development. Some

building principals have not been responsible for staff development and -

seem hesitant to assume this responsibility. These principals are

accustomed to staff development that is arranged by the district and
led by an outside expert, frequently from an ISA or a college, The

staff devéIOpment for the instructional improvement approach must continue
to stress the rationalé for changes 1in perceptions and~Foles for the IéA,
LEA, and building principal. At the same time,‘it is recoédized that the
day-to-day demands on buiidiﬁg principals are extremely time—bonéuming.

Y

If ways can be found to make the principal's leadership of inservice less \
demanding of his or her time, the approach may be more successful in this
area. At present, RBS 1is.exploring the possibility of preparing more of,

‘\the inservice for teachers on videotape; this may reduce the amount of

preparation time for principals?
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